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CHAPTER I 
INTRODUCTION 
As an educator, I have encountered ma n y s tud e nts 
who appear in capab l e of cri tically eva luating material. 
The result is that th ey are unable to think i s sues throug h 
and arr ive at a logical c onclusi on . I feel students d on 't 
have the n ecessa r y critical thinking s kill s (as the dic -
tionary d efines th e m) ~to det ermine, resolve, work out, 
e t c. by reasoning; t o u se the mind for arriving at conclu -
si on s , mak ing d ec isi ons; drawing inferences." 1 Th e lac k 
of c riti cal thinking skills is evide nt early in the y e ar, 
and as I teach the l e ss o n s c ontained in th e curric u lum, I 
realize that many children's skills are not likely t o 
imp rove. I questi o n wheth er the previous tea c he r has p re -
pared t he students and know that th e following Septemb e r 
the teacher who receives th e se students wil l ask th e s am e 
question. 
In trying to a ddr ess this problem whi c h I have 
encountered in the classroom, I am caught in the dil e mma 
of wh ether to meet th e needs of my students a s I s e e th e m 
or to teach t he c ur riculum as pre s cribe d b y th e administr a -
tion. My practice, an d the practice of most teach e rs, ha s 
b een t o emphasiz e the latter. 
l 
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The administration requires the t e achers to teach 
the curriculum and judg e s the teacher's success or failure 
on the basis of the results o f standardized tests. Ma ny 
teachers, c aught in the bind of tryin g t o p r oduce me a su ra-
ble r es ults in their students and f a iling, res ol ve thei r 
dilemma by teaching th e curriculum as the administrat i on 
require s and then pass the students' failure to learn onto 
the currLculum. Thi s r espo nse is un der st andable , bu t i t 
does not result in i mpr ovi n g one ' s own te aching . 
In my opinion, th e ti me for a c hang e had com e . 
Perhaps it wa s t i me f o~ me t o brea k the habi t o f tr yi ng t o 
please th e administrat i on and to estab lish th e habi t o f mee t-
ing my students' ne e ds more adeq u ately than I had b efo r e . 
By using new approaches to old ma terial, mayb e I c oul d i nt r o -
duce a more criti c al thinkin g s tyle in myself and in my 
stud e nts. Once th e n e w thinkin g sty l e is introduced, my 
stud e nts and I might be able to attack the curriculum with 
more vigor and enthusiasm and perh aps achi eve a bette r u n d e r-
stand i ng of it, rather than a mere k nowle d ge of the facts 
c o ntain ed within it. Ther e might eve n be a carryov e r in 
d ea ling with issues in a p e rson's l ife ; hand l ing things we ll 
in the ''real world" is the true me a sure of a pe rson' s 
educati o n. 
CHAPTER II 
RATIONALE AND STATEMENT OF THE PROBLEM 
I needed to re-examine th e vast amount of li t era-
ture that addr e ssed the question of how to help chil d r e n 
develop the power to think mor e cl e arly and choose th e 
appropriate techniques for teaching c riti ca l thinking skills 
to my students. Mo n roe Beardsley defined good critical 
thinking as "that [whi.:;h] conforms to the g enera l prin c i-
ples of logic. 112 Rober t H. Ennis or iginall y limited h i s 
definition of critical thinking to "th e correct assessing 
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of statements." He l a ter found th at h e ha d t o exp a nd his 
definition to includ e "observing, inferring, conce i ving 
alternatives, a nd off er ing a well organiz e d lin e o f rea so n -
ing• II 4 
Critical thinkin g applies to all ar e a s o f a p e rson ' s 
life. "T he need for students to l ear n critica l think ing 
and r e aso ning i s rooted in th e v ery nat ur e of the e du ca -
tiona l process; that is , in the n e ed of a l e arn e r t o c o nsi de r 
clearl y and to a s sess critically a l l that she or he encou n t e rs 
in th e p r ocess of l ea rning. 115 Th e above statement a d d re s ses 
my r e a o n for t each ing critical thinking to my stud e n ts . If 
students l earned cri ti ca l think ing skills, th e y woul d be 
better p re pared to deal with their sc h ool work a nd to d e a l 
3 
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with issues in the ir personal lives. How ever , a s a 
teach er , I was fully a ware of Sarason's statemen t th at 
"pri n c ipals and other administrators sti ll judged th e 
worth of tea che rs by how much mat er i a l was cove r ed i n a 
fixed period of time. 116 Th e pressure to cover th e ma t e rial 
is constantly there and oft e n times ''teach ers s ucces sfully 
complete a forty-minut e l esso n--only to have lost th e 
children somewher e around the ten-minute mark--and ' lost ' 
could mean lost in a b e havioral chaos or a fog of . 7 confus i on." 
I knew that the pressure to cover the ma teri a l in 
the curriculum was not.going to be altered in the immediate 
future. I had alr eady dispelled the myth that I could re ac h 
the goals of th e curriculum with each student. I wanted 
to find a way t o he lp eac h stud en t gai n mor e fr om wh a tever 
learni ng e xper i e nce he or she e n co u ntered . I did not wan t 
to fall v ic tim to what Saras on cauti one d against: " proposal s 
for change either do n ot get a h e a ring or n e ver reach the 
stage of implementation." 8 My intent was to find a method, 
an approach, or a way to zero in on th e c r itical thinking 
skills students ne ed to s ucc eed in school and to st art to 
syst e mati cally develop them. 
Dewey has stated that "mankin d likes to think in 
terms of extreme opposites. It is given to formulating 
its beliefs in terms of Ei ther- Ors, betwe e n which it r ec og-
9 
nizes no intermediate possibilities." Periodically, 
educators examin e their meth od of t e aching and evaluate 
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the effectiveness of this meth od. If th e me thod has 
short comings, it i s u s u al ly replaced by anoth e r me t hod . 
The more sensibl e app ro ac h would be to correct the short-
comings a nd in corporate some n e w met h o ds . It wa s my 
intention to teach th e critical thinking skills thro ug h 
a subject that already existed in the curriculum and thu s 
incorpor a t e th e n e w with th e old. 
rt was important for me, as it was for Dewey, that 
the skills learned be transferable to other ar eas of t he 
c urriculum as well as to th e students' lif e o utsid e school . 
For Dew ey , the criteriq of "interac t ion" and "cont inuity " 
were us ed to judge the value of a student's educa ti onal 
e xp e rien ces . This meant th a t to hav e e du ca tio na l va l ue for 
the student, the experi e nce s h o ul d d r a w upon past experience , 
lead th e student to new exp e ri e nc es , and int e grate the in-
dividual with his wo rld. 
(T he student) do es not find h imself living in anoth e r 
world but in a d iffe rent part or aspe ct of one an d 
the same world. Wh a t he has l earned in th e way of 
knowledg e and s ki ll in on e situation become s an ins tru-
ment of underst anding and dealing ef f ectively with th e 
situations which follow. The 1rocess goes on as lo n g as life and learning continue . O 
The two crit e ria di sc uss ed constitut e what De wey 
refers to as th e "c ont inuum of ex perie nce" . I n des i gning 
my inte rve n tion, I wa nt e d to avoid t eac hing subject mat t er 
in isol a tion. As Dewey p o ints o u t , "I t i s a mi stake to 
suppose that the acquisit io n of skills in r ea ding and 
figurin g will automati cally co n sti tut e prepar ation f or 
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their right and effective u se und e r condi tions ver y un-
like those in which they wer e a cq uired. 1111 I p lann e d to 
teach critical thinking skills that would help my stud e nt s 
in their school work as we ll as in th e ir lif e o ut s i d e of 
school. In so doing, I would be contributi ng t o th e co n-
tinuum of experience in their lives . 
What I had noti ce d in my students wer e h ab i ts o f 
thinking .that prevented th e m from exper i e n cing th e co n-
tinuity and interaction of t he ir e ducation wi t h oth er aspects 
of th e ir life or even of their school wo r k . Stud e nt s wo u l d 
appear to und er stand a l ess on compl e t ely, but when t ry in g 
. 
to build a new l esson on an old o n e , I wou l d have t o r e -
teach the old lesson. Students fa ile d t o draw t h e con ne cti o n 
between two lesso n s even in the sa me s ubj ect a rea. When 
questi one d ab o ut a reading assi gnm e nt, th e stude nt s would 
search fo r a sentenc e in the story that ha d the sam e word s 
as th e q uestion and hope that it was the co rrect res p onse. 
During a social studies lesson, if t h e studen t s we r e ask ed 
to giv e the age at wh i ch an histori c al p e r so n died, g i v en 
the bir th and d e ath d a t es , th ey f a il e d to realize t hat 
they j us t had to s ubtr act. Subtraction , for the m, wa s 
a proces s which belonged in th e math l esson and was n o t 
carried over into o ther subject areas . This i s r e la te d t o 
a styl e of thinking ref e rred to by Duncker (1945) as 
"functional fixedn ess ". By this he means " a f o rm of mental 
set whi c h reduces the t e nden cy t o use a given o bj ect in a 
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necessary way as a result of some prior function which 
that o l.lj 1 2 c t ha s se rv e d." What I sa w in my tud ent s was 
that t h ey learned a set of segreg a ted facts and had a ha r d 
time a p plying them to c ontexts other than tho se i n whi c h 
they we re originally learned. 
What was needed was a way to help student s s ta rt 
to se e the connection between th e facts they s tored s epa r a tel y 
in the i r . brains. A new wa y of examining info r matio n wa s 
needed to help them br ea k patterns of thinki n g that inhib ited 
the integration of their learning experiences. Matthew 
Lipman's work with phi}osophy for child re n seemed t o in co r -
porat e skills that could be used to break the students' 
patt e r r of habit-bound thinking. T e chnique s such as "dis-
covering alt e rnatives", "discovering consist en cie s a nd 
inconsistencies" (syllogism s ), and "discussions" we re use d 
to help children get away from "the concr e te percepti o n s 
and verbal expressions that surround them ... a nd to g e t u p 
and over the content and facts and b e gin th e p rocess o f 
, • II 13 th1.nk1.n.9... 
I felt that emphasizing con t ent and facts i n th e 
curriculum rather than a "process of thinkin g " had pro-
du c ed the habit-bound thinking style my students e xhibi t ed. 
They needed to develop processes that would enable them t o 
critically evaluate th e ir alr e ady existing pattern s of 
response to facts and situations and alter them. 
A new approach to teach the present c urriculum 
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was ne ede d. To help the students I wou ld hav e to i n t ro-
duce n ew t ec hniqu es into the alr eady e xi sting c urri culum 
and thu s co rr ec t a situation Saraso n sees as e xisting in 
the s c h o ols t o day. He po ints out: 
Fr om the administrator's s tandpoint the curriculum 
i s o nly a guide, and the trouble arises becaus e 
teachers are not 'cre a tive' ; that is, the problem 
i s n ot th e curriculum but the t eac h er . As ma ny 
administrative personnel have said, 'W e tell t hem 
to be cr e ative but they still sti ck slavishly to 
th e curriculum as if it were a bible.' To wh ich 
t eac hers r ep l y , 'What they want to know at the end 
of t he year, a nd what I will be ju dge d b y , are th e 
a c h i evement t es ts scores of my c h ild r en. ' 
Although both sides correctly perc e iv e each oth ers ' 
beh a vior a l regular~ty , the administrator f e els un abl e 
to c hange th e st a t e of aff airs--that is, h e is of no 
help to the teach e r--and the tea c her continues to 
feel unfree to depart from the curriculum. In short, 
we are back to a familiar s ituation in which no one 1 4 
sees the universe of a lt e rnatives to current pr ac t ice s. 
The alternative h ere was to u se som e we ll ch ose n 
techniques to provide th e students with a process of critica l 
thinking that would begin to break th e ir pattern of habit-
bound thinking. My t ask wa s to creat e a design that woul d 
address this immediate need. To stay within the current 
curriculum, the intervention was planned to take p l ace 
wit h in the already scheduled reading per iod. Conceiving 
(discovering) al ternatives, a quality of Enni s ' broa der 
definition of c ritical thinking and a techniqu e us ed by 
Lipman, was the skill I f e lt would d i rectly contr ibute to 
the elimination of habit- bo un d thinking. In addit ion to 
t his, det e cting cons i stencies and inconsisten c ies would al so 
b e us ed as part of the in tervention. 
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The question was n o w h o w to use th ese techni q ues 
in the c lassroom. Dis c ussions had al way s be e n a comf or tab l e 
format for my t eac hing s tyle a nd bett e r suit e d to my students ' 
needs. Although not v ery fluent, the stude nts felt more 
comfortable responding orally to a q uesti on than t o wr i t i ng 
an answer. But our discussio ns we re not f ormal enou g h t o 
accommodate the kind of teaching I proposed and th e r e for e 
I ne eded .a working definition. 
Dtirin g th e summ e r of 1976 I had studied under Dr. 
Clyd e Evans a nd at that tim e had viewed videotapes of hi s 
work in Hastings-on-Hu~son, New York. He pr e sented s tudents 
with a filmstrip that introduced a moral dilemma bu t stopped 
short of solving it. He th en l e d the children in a d i s -
cussi on which he lab e l ed "philosop hic a l" be ca use it had 
thre e ch aracteristics: "phi l osop hical commit me nt s , philo so p hi -
cal ski lls and (sub s tantiv e ) philosop hi c al is s ues. ,,l S 
The q ualiti es list ed und e r "phil osophical co mmit-
ments" were ones that I incorporated into th e dis cus s ions 
that were carried on durin g my project. As Dr. Evan s sai d: 
Whenever people seriously se e k to resolve a dile mm a, 
or to think their way through a problem, there ar e 
certain procedural principles to which they must be 
committed. I think this is always true, but it i s 
es p ec ially true wh en it is a soc i al ent e rpri se , wh e n 
several people are involved. Then, things must be 
done in a certain way, certain criteria must be 
established and obs e rved and certain attitud e s mu s t 
be adopted towa r d the endeavor itself. Th e s e ar e , 
in short, the commitments nec essary to make a 
philosophical di sc u ss ion go.16 
I would be committed to the p rin c i p l es of a p hil-
os o p hi cal d is c ussi on and demand that sa me commitment from 
10 
my students . Thes e commitments as listed by Dr. Evans are: 
1) imp a rtial ity and objectivity 
2) consider o n ly releva nt criteria 
3 ) be consistent 
4) be compre h ensive in th i n k ing 
5) respect each perso n in the discussion as a 
possible so ur ce of valuable information 
6) sear c h for rea s ons , de f ensible reasons, as 
the b as is up on which to make decisi o ns a n d 
determine behaviorl7 
My main hypoth esis was that t he use o f su c h t e a c h -
ing strategies as "dis cover ing alt ern atives", "discove ring 
inconsistencies and consistencies" through the use of t he 
"discu ss ion format" wo\ild begin to d e v elop the process o f 
critical thinking in my students and enable them to break 
their pattern of habit-bound thinking. A secondary hypothe-
sis was that as a dire ct result of the discussion f orma t, 
the students would develop a pro c ess of critical t h inkin g 
that would carry over into other areas o f the curr i c ulum a s 
we ll as their personal lives. 
Although it i s not feasible to assume that a n 
ed ucation can prov ide the stude nt with all th e knowl e dg e 
h e or she will ever ne e d for every new situation h e or she 
will encounter, it i s feasible to atte mpt to contr ibu t e t o 
the development of cri tic a l thin king s kill s th a t wi ll en -
hance his or her educat ive process. "Give a man a f i sh 
and he eats well for a day; teach him how to f ish and h e 
eats we ll for a lifetime." Critic a lly anal yz ing a le s s o n 
for a student h e lp s him understand the l esson t o da y , but 
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teaching critical thinking skills to the student will e nable 
him or h e r to criti cal ly evaluate l essons that ar is e i n th e 
future. The process of thinking critically would help the 
students br e ak their pattern o f habit-bound thinking. Th e 
above-m e ntioned techniqu e s were used to design a project 
that would help the s tud e nt s to b e come more c ritical t hi nkers. 
CHAPTER III 
REVIEW OF MATTHEW LIPMAN'S PROJECT 
Matthew Lipma n ' s work reflects th ese concerns th at 
I have and provides a possible way of improving critic a l 
thinking skills in the class room. Matthew Lipman e s tab -
lished and is now dir ec tor of the Institut e for the Advanc e -
ment of Philosophy for Children (IAPC) He has sta t e d t ha t 
"the fact that Johnny ~dds, subtracts, multip l i es , divi d es , 
and can race through a Danny Dunn book doesn't mean he ca n 
reason. It doe s n't mean he is developing habits of eff i -
cient thinking or of arriving at independent judgments. 1118 
Before acquainting th e re a der with Lipman's Pilot 
Project and its influence on my study it is appropri at e to 
let Lipman explain his reasons for his study: 
Sometime in 1968 it occurred to me that we might do 
a better job of teaching childr en to r eas on than we 
were already doing. I had very l ittl e knowledge of 
the sort of resear c h that had already b ee n done in 
th is area, and the whole conception of what was in-
vo l ved in 'teaching reasoning' was quit e unclear to 
me . Was teaching c hildren to recognize and per f orm 
certain inferenti al patterns teaching reason ing? 
Could reasoning actually be taught at a l l- -or c o uld 
we at best merely sensitize children to disti ngu ish 
certain forms of infe rence as awkward or sloppy, 
much as we sensit ize them to re cogn i ze 'bad grammer ' 
without actually t each ing them grammer? 1 9 
What Lipm an wa s asking suggested t o me that he 
already had some answers to his q u estions. What he ne ede d 
12 
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was a way of testing his id eas to see whi c h co uld b e 
valida te d and th en shared with other educators. Li pm a n 
develo pe d a Pilot Proj ect Plan to test his ideas and a 
Pilot P roject Grant was approved by the National Endowment 
for the Humanities in 1969. 
The aim of his Project was to test th e f e as ib ility 
of tea c hing r e asoning to fifth-grad e students. Th e Project 
was carried out in the Rand School, Mont c lair, Ne w J e r s ey 
during the 1970-71 academic year. The population of th e 
school closely matched that of my students, whic h i n c r eased 
my sen se of the possi~ility of applying L ipman 's i deas . 
The sc h ool was located in an area largely pop ulated by 
low- and lower-middle-in come black families but h ad re c en t ly 
been paired with another school wh ose students were mostly 
middle-in co me whit es . My schoo l' s student pop ul at i on wa s 
b l ack, but due to desegr egation , th e student p opul ation 
now also included low e r- to middl e-income whites. 
In Lipman's study tw o groups of t wenty students 
wer e r a ndomly chosen. Th e e x peri me ntal gro up was taught 
by Lipman and two student aides . The control group r eceived 
inst ruc tion in the form of social s tudi es ga mes fr o m a 
prof ess or from New York University. He l eft af t e r s i x 
week s , and then the contro l g roup r eceived formal instruc -
tio n in social stud ies f r o m the ir regular te ac her. Th e 
pilot gro up met for two forty-minute periods per we ek for 
a t otal of nine wee ks. The c la ss was ref e rr e d to a s 
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"Doctor Lipman's Class" and the students were told no 
grad e s wo uld b e g iven. Ne ith e r Lipman nor h is two s tu d e nt 
aides h a d had p rior e xperience in t e aching a fift h g r ad e 
class. L i pman's comment on this was "No doubt the stud e nt s 
f d bl.·t odd. 1120 oun us a 
To use as a t e x t f o r his t e aching, Li p ma n wr ote 
a chil d r e n's book, Har r y St o ttlemeier 's Di s c o v e ry, wh ich 
is, he said, "a story telling, almo s t as a c hild wou l d r e -
late it, of the dis c ov ery by a group o f c hildr e n of h ow 
their own thought processes work, and how mo r e e ff e c tive 
thought processes coul~ be distinguished from l e ss eff e c tiv e 
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ones." To accompan y this book Lipman wr o te a t e ach e r's 
manual. This manual proved very us e ful in my proje ct 
b e cause it provided some actual exercises to b e used in 
the c lassroom as well as helpful suggestion s for d i sc ussions. 
Lipman began by reading aloud to the stud e nt s from 
Harry. He found the students preferred to r e ad for th e m-
selves a nd he was surp ri s ed at th e ir p ati e n ce with t h e s l o w 
readers who fumbled throu g h the text. Th e stud e nt s s ur -
prised Lipman in many other ways. For ins tance , when h e 
asked th e initial qu~sti o n to start o f f th e di sc u ssion , 
"the ver y first answer was II 2 2 lucid and ab s olu t e l y c o mplete . 
He disc o vered also that "some of th e m (the st u de nt s] h a d 
difficulty writing o ut th e rule but t h e y ha v e no problem 
• • 11 2 3 apply1.n9 it. 
During the nin e -we e k peri od , thre e q ui z z es in 
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reasoning were administered to the pilot group. In 
addition, four specific parts of the California Te st of 
Mental Maturity were given to both groups at the onset of 
the project to test the students' knowledge of logic and 
logical reasoning. These same four spec ific tests were 
again given at the end of the nine weeks. After th e results 
were analyzed: 
the pilot study group showed significant gains over 
the control group in th e area of logic and logical 
reasoning (p(.01) . 'rh e computed mental ages (as 
related to logic a n d logi c al rea s oning ability o f 
the pilot study group and the c o ntrol group) wer e 
167 months (13 years 11 months) and 140 mo nths (11 
years 8 months) re~pectively. The control group 
showed no signifi c ant advance over their i nitial 
t est scores.24 
There was an overall gain of 27 months in me ntal ag e s e e n 
in the pilot group at the end of nine week s . 
When Lipman sat down to analyze the results of th e 
project, he could hardly believe that such an impact c ould 
be made in nine weeks. There had b e en no homework, no 
grades and no written assignments in class. Most of the 
time had been spent in reading from Lipman's book of HarE..Y_, 
in lear1ing techniques of syllogistic reasoning and in 
informal discussion . 
·According to Jerry, one of the teaching aide s , 
the high level of significance, .01, was accurate; how-
ever , h e no longer had the data which meant th a t the 
findings could not be s u bstantiated. Th e Pil o t Pr o j ec t 
was th e n r e ported on by Milt6n L. Bierman, Direc t or o f 
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Public Services for the Montclair Public Schools. He 
postulated that the results of the Pilot Project would 
still be evident in th e results of a t es t gi v e n t o t h e 
pilot group two and on e- half y ears l ate r . Al t hough it was 
not stated in the arti c le, I have assumed t hat Bi erma n 
wished to use this as a r eason for the continuation of 
philosop hy as a subject of study for c hildr en in t h e 
Montclai~ School System. 
What Bierman did was to u se the result s of t he 
Iowa Te s t of Basic Skills (ITBS), a test used for all 
s tudent s in the system/ in li e u of re t es ting the group s 
with the California Te s t of Me ntal Maturity, the ori g inal 
measur e . Bierman made a determin a tion th at a lthough thi s 
test was not a s relevant a measure as the CTMM, he cou ld 
use an ITBS s ub-t e st given to the seventh grad e stud e nts, 
who part icipat ed in th e project in gr a d e f ive . Afte r 
careful analysi s , Bierman drew the con c lu sion that the 
experime nt conducted positively a ff e ct e d th e read in g scor e s 
of the s tudents two and one-half years lat e r. 
Seein g that the students had maint a in e d thei r ga in 
over this period was ver y encouraging and further re as o n 
to employ Lipman's techniques in so~e way in my c las s r o om. 
I decided to use the techniques of ''discovering consi st en c i e s 
and inconsistencies" (syllogistic r e asoning) and "discover -
ing alternatives" as outlined in th e Manual, togeth er with 
the "dis cus sion format" described by Lipman and t h e pri nci p l es 
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of discussion as outlined by Dr. Evans to try to effect 
some positive change in my students' ability to think 
critically and thus break their pattern of habit-bound 
thinking. 
CHAPTER IV 
LITERATURE AND A PHILOSOPHY FOR CHILDREN PROGRAM 
The ba c kground for teaching critical thinkin g 
skill s to c hildren had been provid e d by Lipman. Harr y 
Stott l emeier's Discovery, as a t ex t, was an exce llen t 
piece of writing and the tea cher ' s manu al to accompany it 
provid ed a we alth of materi a l fo r us e in the classroom. 
Howeve r , being newly i~troduced to this field o f Philo s ophy 
for Childr e n, I was ov e rwhelmed by the scope of t he ma terial. 
There were parts I felt insecure about introdu c ing t o a 
class as I did not feel qualified to do th e m justice . Th e 
text, in my judgment, would have proved too difficult to 
be read aloud to my students. A copy for each student 
would be needed and because of the expense of ordering 
texts and the unavailability of the extra funds, that 
proved too costly. 
Judgment and past experience in workin g with my 
class c onvin ce d me that s i x weeks wo uld not p r o vid e suffi-
cient time to a deq u a tely c ov er th e t e xt. Th e s o lut i on to 
the problem of what v e hicl e to us e in place o f Harry was 
in part resolved by a11 artic le b y Gareth Matthews in whi ch 
he relat ed Arnold Lob el 's story Cookies. Fro g and To ad 
were eating cookies, decided the y mu s t stop, but could not 
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find the "will" to do so. No s o oner had Frog suggested a 
solution than Toad came up wit h a reason why the s olutio n 
would not work. Finally , in desperation, Fr o g went outside 
and gave the remaining cookies to the birds. 
"Now we have no more cookies to eat," says •road 
sadly." 
"Not even one." 
"Y es ," says Frog, "but we hav e lots and lots of 
will power. 11 25 
This story encourages us to think about will power 
in a new light because we ordinarily think of will p ower 
as operating in the context of temptation. Children can 
be invited to explore \he relationship between conce p ts 
su ch as will power and temptation by discussing stor e s like 
this one. Arnold Lobel has assumed that th e chil d' s min d 
i s capable of dealing with philosophical ideas on some 
level. Experience ha d shown me tha t children could do ju s t 
that and that the opportunities to help th e m expa n d t h eir 
thoughts had slippe d by due to lack of awaren e ss o n my part. 
Lobel's "gentle and loving mockery of Frog and Toad inv ites 
us to reflect on the phenome non of weakness of will and to 
join philosophers from Aristotle ( see Book VII of his 
Nichoma chea n Ethi c s) 26 to the present in trying to understand." 
Read in isolation, this story wou ld be just one 
more that the child had e njoyed, but shared in a classroom 
it could be used to present intell ect ual matt ers of qua l ity 
in a very attractive fashion. What the experienced teacher 
can do is "allow children to di scover how delig htfu l ly and 
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how fruitfully thought can play on its subj ec t-matt e r. 
We must help them see how reasoning about matters of 
import a nce to them can be satisfying to them. At t i mes 
reasoning can be inspiring, even if i t does no mor e t han 
reform ·..1late the basic issues more insightfully. 11 27 
After reading Matthews' short piece, I recalled 
having read another of his articles in which he addressed 
the is s u~ of "philosophical whimsy" in children's litera-
ture. What had caught my attention was his dis c ussi on of 
Frank Tashlin's story, The Bear That Wasn't. That boo k h a d 
been one of my favoribies as a child. Seeing this story 
through Matth e ws' eyes provided me with a new perc ept ion 
of what had been only a childhood book. 
Matthews pointed out that contained within Tas hlin's 
story we re at least four philosophical themes: "l) dreamin g 
and s kepticism; 2) being and non-b e ing; 3) appearan ce and 
reality; 4) the 28 foundations of knowledge. " Th ese them es 
were there to be used as the basis for philosophica l dis-
cuss ions. However, the story was written for children 
and not as a philosophical treatise. The choice of how 
to use this story is left up to the reader. Other a uthors 
mentioned in the article included: L. Frank Baum, Th ~ 
Wonderful Wizard of Oz; James Thurbe~, Many Moons; Ivor 
Cutler, M~ One; Lewis Carroll's Alice in Wonderland and 
Through The Looking Glass and a poem by John Ciardi, 
"Someone Slow". This list is merely the tip of the iceberg. 
21 
Frir the experienced teacher it would present no problem 
to add several of his or her own titles to th e above li st. 
The difficulty arises in the narrowing d o wn process, and 
in the analyzing of the story for the co re around wh ic h 
lessons can be developed. 
In the area of children's literatur e ther e ar e 
literally th o usands of books already on the s helv es , wi th 
perhaps a hundred or mor e being p ub lished e ach we ek . As 
a result of my reading about Lipman's work , I wanted to us e 
some of his techniques in my classroom to develop better 
critical thinking skills in my students. Matthews' ar ti cle 
provided me with the idea of using Lipman's techniqu e s in 
conjunction with a piece of children's literature. Because 
there we re so many books available to choose from, it was 
difficult to select the one story that would meet my re-
quirements. The story would have to be short in length , 
of inter e st to my students, and p rovide provo ca tive d is-
cussion topics. 
In the past, I l1ave provided my students with a 
bibliography for recomm en ded outside re ading. On that 
list I have always included some of the wo rks of C.S. 
Lewis, Maurice Sendak, Saint Exup ery , Scott O'Dell, 
Elizabeth Coatsworth, Frank Jacobs, a nd Is aac Ba sh evis 
Singer. Of these authors, I had favored Singer and th e re-
fore reviewed his books for possible use in my project . 
None seemed to measure up so I wen t to th e libra ry t o do 
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some research. My librarian introduced me to a book of 
Singers that I had not previously read. After two r e adings 
of the book, I intuitively knew thi s story would meet my 
requirements. 
Th e book, The Fools of Chelm, directly address e d 
the skill of generating alternatives as well as providing 
a wealth of philosoph ic al the mes. The sages in the story 
met fr eq u ent ly to resolve town problems. Eac h probl e m dr e w 
a different solution from each sage and from the sec re tary 
of the meetings. These solutions we nt from the acceptabl e 
to the ridiculous and ma ny meetings closed with no p ro b l ems 
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resolved. These meetin gs could be used to gene rat e dis-
cussions in the classroom and help the students to see 
alternative choosing in action. I could then use the 
examples in the story to help my students do some of their 
own alternative choosing by pro viding them with exerc ises 
modeled after those I had seen in Lipman's Manuel. 
What follows is a report on the proj ec t and the 
steps that led to its plan, a review of the stat isti c al 
data, a report on the formative data with act ua l tran-
scripts from the . taped discussion s and some anecdotes 
taken from the daily journal I kept. I t c oncludes with 
a brief discussion of implications for future s tud y . 
Included in the appendix are a sampling of the diffe r ent 
types o f exercises used in the classroom in addition to 
alterna t ive choosing. 
CHAPTER V 
PROJECT AND METHODOLOGY 
PURPOSE OF THE PROJECT 
The problem my students h ad was habit-bound think -
ing which interfered with their application of learned 
skills and knowledge to all areas of the cu r riculum. I 
determined that some of Lipman's techniqu e s would h e l p break 
this pattern by makin~ the students more criti c al i n thei r 
thinking. The purpose of my project was to use the technique s 
of "discovering alternative s " and "discoverin g con sis t e n c i e s 
and inconsistencies" (s y llogisms) i n conjunc t i on wi th th e 
"discussion format" in relation to a piec e o f lite r ature , 
namely The Fools of Chelm and Their Histo r y. This would 
allow me to test my main hypothe s is that th e a bove t e c h nique s 
when a p plied to an already existing c urri c ulum s ubj e c t (in 
this c ase Reading) would begin to develop t he proces s of 
criti c al thinking in th e students and break th e ir p a tt e rn 
of habit-bound thinking. 
Once these techniques wer e alr e ady in t rodu c e d duri n g 
the project time and the students were us i ng th em, t hes e 
tech n iques were inc o rporated into o t her l e s s on s in the 
curriculum and to discussions that aro s e d e aling with stude nt s ' 
personal problems. This was don e for th e purp ose of test i ng 
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the secondary hypothesis which was to see if there would be 
a carry-over into students' school work in general and also 
their handling of personal is s ues. 
RESEARCH DESIGN 
Statistical Design 
The statistical design used was that of the Non Equiva-
. 29 lent Control Group Design. This was ch ose n because it 
accommodates the use of a naturally a s sembled group such as 
a clas sroom. I want e d to u se my entire class as the experi-
mental group for th e following reas ons: 
1) There was no wpy of physically dividi ng the 
class so that one group (control) could be 
out of the room during t he intervention. 
2) The intervention would oc c u r d uring the r e ad i ng 
period and there wa s no o ther time during the day 
for an additional reading lesson. 
3) I felt that if the intervention was successful, 
I wanted all students to benefit from it. 
Formative Data Design 
Because the project had both a main and secondary 
hypothesis, it was necess ar y to design a way to systematically 
record evidence to support the secondary hypothesis. The 
main h ypothesis would or would not be supported b y the 
statistical data. By the start of the project in January, 
the students had be e n in my class s ix hours a day, five days 
a week for over four months. As an experienced teache r of 
over thirteen years at the fifth grade l evel , I felt I would 
readily recognize observable diff erences in the students' 
overall patterns of beh a vior, ·solving problems in th e ir work, 
and solv ing p robl e ms i n their peer relation s . 
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To record these changes, I kept a daily journal in 
which I noted any diff e r e nces in cla s s work, a nd c ontribu-
tions to lessons. Notes were also recorded o f overh e ard 
conv e r s ations whil e children wer e at recess or doin g indep e nd-
ent and group study. In addition, I taped ten of the tw e l v e 
lesson s done during the project and then mad e written tran -
s c ri p t s . Th e fir s t lesson was not tap e d as I initi a lly 
th o ug h t I could listen and then later write down what h a d 
transpi red. This proved an impossible task. Another lesson 
was lo s t on tap e due to a faulty tape which wasn't discover e d 
till a f ter the lesson ended. I saved all of the worksheet s 
. 
don e b y th e students as well as home lesson assignments. 
These were compared to other work previously done by t h e 
stude nts. A report on this formative data will be found in 
Chapter VII. 
Subj e cts 
Because there was only one fifth grad e in my schoo l , 
I used the fifth grade class at the neighboring school as 
my control group. I felt this was in keeping with the Non-
Equivalent Control Group Design because: 
1) both classes are in inner city schools 
2) both classes are located in an area populated 
largely b y low-income and lower-middle-income 
bla c k families 
3) both schools are racially integrated due to recen t 
desegregation laws 
4) both classes were the only fifth grade in each 
school and therefore would have a more hetero-
gen eo us popula t ion 
5) both clas s es had basically the same s a mpling of 
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student reading levels as measured by the 
Individual Criterion Reference Test (ICRT) 
that had been given to the students at the 
start of the school year. 
At the start of the project the experimental group 
had 11 male students and 13 female students; the control 
group had 11 male students and 7 female students. Due to 
absence during pre-and post- testing and transfers to other 
school districts, the final sample of students in the experi-
mental group consisted of 8 male students and 10 female 
students. In the control group the final sample consisted 
of 7 male students and 7 female students. 
Time Span 
The project was carried out during the seven week 
period between January 1, 1980 and February 15, 1980. Although 
the project itself was designed to take six weeks, the seventh 
week was needed to accommodate make-up lessons necessary 
because of school holidays, scheduled assemblies, and field 
trip commitments. The lessons were presented twice weekly 
from 9:00 a.m. - 9:50 a.m. (sometimes to 10:00). 
The text, The Fools of Chelm (a synopsis is included 
in the appendix), was divided into seven chapters. For five 
weeks, one chapter was read during the first session of the 
week; two chapters were read during the first session of the 
sixth week. The chapters were read aloud by me prior to the 
discussion but after a brief vocabulary lesson to introduce 
the children to any words I judged necessary for a better 
understanding of the material. Hung along the walls in the 
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classroom were posters which contained the n a mes of the 
characters in the story, as well as some of the place names. 
This fa ci litate d discussions by providing the students with 
a handy r e s ourc e as they did not have a copy of the t ex t 
and the names were so unusual that it was difficult to r e -
tain them all after only one reading of the chap ter. 
THE INTERVENTION 
During th e six week period of int e rven tion, Li p man ' s 
techniques were applied to the story and students were h e l pe d 
to work through each technique both on the blackboar d an d on 
independently written assignments. 
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All of this was done c o n -
curr ent l y with dis c ussions of sp e c ifically ch ose n to p ics 
from the text. What follows is an overview of some o f the 
lessons that were used. This is to illustrate how the 
t echn iques were directly applied to the text, The Fools of 
Chelm. 
Lesson One 
The students were introduced to the text, The Fools 
of Che l m, and told th e y would be doing a special six we ek 
project to develop "our critical think:i.ng skills". Character 
names and place names were introduced via a wal l ch a rt whi ch 
r emained up throughout the project. A brief exp lanation of 
the story was given and a vocabulary l e sson was developed 
on t he board to p res e nt the words, "chao s ", " ru ler ship ", 
"wi sdom ", "pious", and "sage". Th ese words were us e d du r i ng 
th e e ntir e project. 
Chapte r On e wa s read to the students, fo llowed b y 
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several comprehension questions to check on the students' 
understanding of the main ideas. (This comprehension check 
followed the reading of each chapter). Two of the terms 
previously defined, "rul ership" and "wisdom'', were t hen p ut 
on the board. Students were asked to do word associ a tions 
so that I might check their comprehension of these words. 
For "rulership" some of th e respon ses were: "in cha r ge", 
"control.", "God", "President", "rules", "King", and "law s ". 
For "wisdom" some of th e responses were: "designer", "smart", 
"professor", "wise", "wi za rd", and "talent". 
After the abo~e was done, I introduced the students 
to the first intervention technique, "discovering alternatives". 
This t ec hnique was used to help s t udents critically view pre-
viously held ideas about things. Lipman explains in his 
Manual that by considering the negative of their ide a, 
children will discover that "the way they now think is not 
the only way they could think." 30 By giving students ex amp les 
like "playing" and "not p laying", "crying" and "not crying", 
Lipman feels that: 
The child who works with these notions will b e9i n 
t o see that when he puts thoughts and th ei r negatives 
in to order, they begin to giv e him a pattern of alterna-
tives. For example, suppose he thinks of 'working' 
and when he considers the negative , he g e ts 'not work-
ing'. But 'not working' may be interprete d by him as 
'playing', so now he has two thoughts, 'wo rking' and 
'playing'. And now he has four alternatives: 
1) working and playing 
2 ) working but not playing 
3) playing but not working 
4) neith e r working playing 31 nor 
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The above e xam p le was put on the board and discussed 
with th e c lass. S tudent s were as k ed to provide examples of 
each statement as it applied to "real-life" situations. For 
(1) students responded with "school" because they said "we 
do both things ther e ". I then put the terms "wisdom" and 
"rul e r i:;hip" on the board. The students were q uick to supply 
the t hr ee missing alternative statements. We discussed e ach 
of these statements and tried to relate them to real life 
situat i ons. The students did this, and also pointed out 
examples from Chapter One of The Fools o f Ch e lm. 
Les s on •rwo 
les s on. 
Work from the first lesson was used to develop this 
Th e term "chaos" was di s cussed and students were 
asked to relate it to one of the four ~lternative s ta tements 
we had used during the first lesson. "No rulership and no 
wisdom" was the most f r equently chos e n alternative. A dis-
c ussion then ensued regarding what mi ght hap pe n if this 
condition existed. 
"You go crazy" 
"People wouldn't follow no rul e s" 
"Breaking into other people's houses a nd e verything" 
"Steal food and clothes and everything" 
As mentioned before, the sages in th e text were 
known to sp en d time at their meet i ngs trying to resolve town 
prob lems . 
students . 
Chapter One had pr e sented such a meeting to th e 
I re- read the conversation of th e sages and then 
asked for volunteers to play the sages. This was a role 
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playing exercise to a llow the stud e nts to gene ra te their own 
alt e rn a tive solutions to problems just as th e sages had done 
in th e story. 
Le sson Four 
Chapter Two wa s read during the third lesson. In 
i t the students learned of a solution th e sag e s had made 
regarding the poverty of the villagers. In a dditio n , the 
terms "foolish" and "clever" were introduced. During th e 
fo u rth lesson we took these term s and list e d the fou r alt e rna-
tives on the board and again applied each to real si t u a tio n s 
or peop le. 
In the story the solution to relieve the po ve rty of 
the vi l lage rs was to wage war on a neighboring village. "War" 
became the topic for another rol e playing activity. Students 
wer e di vid e d into pro and con side s and asked to develop a 
list of reasons for each side. A new kind of role playing 
was u sE~ d to utilize the information compiled by the students. 
"Open Chair" r o le- p laying is set up as illustrated. Thre e 
con side (0 (0 ( 0 ( 0 0) 0) 0) 0) pro side 
\ 
empty IL . c,1airs 
member s from e ither side sit in the chairs, le a ving each 
fiist chair empty. Each speaker, in turn, must take the 
"Open Chair" and debate with his or her oppon e nt. After 
adequate time is allowed for the three representat i ves of 
each side to speak, members from the floor are invited to 
come up and participate on their respective sides. 
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Lesson Six 
By the third week of the pr oject the s tudent s ' e n-
thusiasm had increased. The characters were becoming v ery 
real to them. The issue of fighting was a continuing theme~ 
Rath e r than work directly with the four alternative state me nts, 
I po se d questions to the students to give them a chance to 
apply the process of alt e rnatives to "real-life'' s itua t ions. 
The s tudents were asked the reasons for fighting. Answers 
were given and then I asked for alternative actions to one 
of the responses. 
Response: "Hit with a bat" 
. 
Alternative responses: "get out of the wa y" 
:"try to reason first, then fight" 
:"ask parents to intercede" 
: " t e 11 th e i r p a re n ts " ( o th e r p e r son ) 
:""keep cool and don't lose temper" 
:"take to court" 
Lesson Seven 
It was during the fourth week of the project that another 
of Lipman ' s techniques was introduced, "discovering incon -
sistencies and consistencies". Now that students had been 
exposed to alternatives, I felt that this technique would 
help to examine their alternatives and to be better abl e to 
c hoose between those that were or were not consistent with 
resolving the issue. 
From the Manual, t he following two sentences we re us e d 
to addr e ss this technique. "Is it hotter in the summer or 
in the city?" and "When is , II 32 a crook e d line str a ight? Th e 
32 
first question elicited, "Is it hotter in the country or in 
the city?" and "Is it hotter in the summer or in th e winter?" 
Students were unable to explai n the inconsistency, but we r e 
able to re-write the sentence. The s e cond question brought 
an emphatic "Never!" from one of th e students. His rea s o n 
was that crooked and straight ar e opposites and so i t was 
impossible. 
To rel a te inconsistencies in sentences to their story, 
the children were given a set of statements taken directly 
from The Fools of Chelm. They were asked to read each and 
commen t on the con s is~ency or inconsistency that might be 
in each. A copy of this work sheet is included in the 
appendix. 
Du r ing this l es son students were introduced to syllogisms. 
These sy llogi s ms were used to help students f urther develop 
the process of critically evaluating the alternative s they 
were being taught to generate. The following two syllogisms 
from Li pman's Manual were put on the board and work ed through 
with the students. 
Goliath was very big. 
Palestin e was not very big. 
Th e r e fore, Go lia t h was bi gger than Palestine. 
(people vs. country) 
No man lives foreve r . 
But women aren't me n. 
Ther e for e, women l ive for ever. 
(part v s . whole) 33 
Children found the se di fficult to deal with. The i nc onsistency 
in th e second s y llogism became apparent after one student 
informe d th e c lass that "women" wer e in c luded in· lin e one 
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in the word "men". 
Because of the students' d i fficulty with syl l ogisms 
during the ninth lesson I tried another of Lipman's techni ques 
not menti oned before but one I felt necessary to help my 
students. 
In Harry, the book Lipman wrote for his project, 
two of th e characters spend a gr ea t de al of time figuring 
things out. This wa s referr ed to as inferring. Th e Manual 
presented examples of "syllogistic inference" which me an s 
that g iven two stateme nts, the person will be able t o infer 
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a thir d . I felt th\s would help th e students to see in-
consistencies in their choices and s o used th e following 
example on the board. 
All carrots are vegetabl es . 
All vegetables are things that are edible. 
Therefore, . 35 all carrots a r e things that are e dible. 
The three parts of the syllogism were examin e d. 
a=carrots b=vegetabl es c=edible 
a =b b=c therefore a=c 
(this wa s simpl if ied to allow the students to 
see the relationship more clearly) 
Sever a more lik e the example we re worked out and th e students 
began to draw the necessary i~ferences with r e lative ea s e . 
Les son s Te n through Twel ve 
The remaining lessons were very simil ar to t he pre-
vious l y de s cribed lessons. The techniques were us ed r epe a ted ly 
a s th ey fi t in with topi cs that ca me from th e s tor y . Work-
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sheets (see a ppendix) were used in conjunction with thes e 
v a riou s techniques an d we re all t eacher -made and designe d . 
Ea ch of the rema i ning ch a pters was read and then di sc us sion s 
evolved around issues in the story. As oft en happ ens to 
the be s t planned l ess on in the clas s r o om, som e had to be 
altered o n the spot to suit the needs of t h e s tudent s . For 
the most part, however, the preceding d esc ri p t ion a ccurate l y 
describes the lessons as they were carried out in th e c la ss -
room. 
MEASURES 
To determine the r es ults of th e i n terven tion two 
tests were designed. One (pre-test ) was given the day before 
the p r ojec t started and the oth e r ( p ost-test) was giv e n the 
day after the project ended. Th ese mea sur es we r e d es igned 
by me a nd used instead of standardized tests . 
The reason for this was that I felt standard ize d 
t e sts measured a product and only one a n s wer was ac ce ptable. 
I was trying to develop a process of ge neratin g a l t e r natives 
a n d th e refore required an instrume nt that woul d allow 
students to generate many responses. I did no t want students 
to cho se from a set ·of give n answers. I want e d th e st ud en ts 
t o s up p ly th e set of possible answers . 
Pre-Te s t-Po s t-Test 
Both pre~ and post-tests ( see append ix ) had the same 
form at . Ea c h test had two parts. P art I consisted of a se t 
o f six questions that contained problem si tuat ion s th a t a 
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student mig h t encounter both ~nside and outside of school. 
The problem situations wer e c hosen v e ry caref ull y . 
My students were caught up in habit-bound thinking which 
affected their responses to questions and s ituations. If 
a child was verbally assaulted, the assaulte e had to punch, 
kick, slap, or challenge the assaulter. If a test came back 
with poor results, the student thr e w th e paper away a ft e r 
crumbling it up into a ball. I was curious to see if, as 
a resu l t of our discussion about the problem situations that 
develope d in the story, the students would b e able to find 
alternative ideas or ~hoic e s of action to con s t r uctively 
resolve "real-life" situations. 
The students were given 35 minutes for Part I and 
directed to "answer the question at the end of each problem 
in th e best way that you can. Write as many so lutions to 
the problem as you can think of." Th e follo wi ng i s a samp le 
question tak e n from the pre-test t ogether with resp o ns es 
elicited from seven d iffere nt protocols. 
Qu est ion: Mrs. Eagl e had to g o shopping at th e 
gro c ery store and told John to have 
his room cleaned u p by the time she 
returned home. John started to cle a n 
his room but then he remembered that 
he was supposed to be at a boy scout 
meeting in five minutes . Wha t might 
John do? 
Respons e s: I will call and say I will b e la te. 
:Clean it when I g e t home from bo y s cou ts. 
:Ask your sister to do you a favor. 
:Clean up his room very fa st . 
:Go to the boy scout meeting and after 
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the meeting go home and tell his mother 
what happened and then he could cle a n 
his room. 
:If I were John, do my room a s my moth e r 
told me to because you mu s t a lways ob ey. 
:Run out to the car and tell his moth e r 
that he has a boy sc o ut me e ting in five 
minutes. 
To show the reader that the pre- and post - t e sts we re 
simila r in format, I include here a sample question from the 
post-t e st tog e ther with responses elicited from eig h t p r oto-
cols: 
Question: After schoo1 on Tuesday, Robert and h i s 
friend Rick went to Oscos to do an e r rand 
for Rick's mother. On the wa y home from 
the store, Rick pulled two yo-yos out of 
his pocket and gave one to Robert. Robert 
did not see Rick pay for them at the check-
out counter and asked where they came from 
and Rick said he had stolen them. Wha t 
might Robert do? 
Res ponses: T e ll Rick's mother. 
:Tell the manager or police. 
:He could bring them back to the store and 
let the store owner take care of it. 
:Go back and pay for them. 
:He can take Rick back to the store and let 
the store manager tak e care of it. 
:He might take the yo-yo. 
:Robert would tell Rick to put it back and 
ask his mother if he could have the money 
to have it but if that did not work, ask 
his mother if he could have a job around 
the house, or be a paper boy. 
:What Robert might do is keep away from 
Rick until he stops stealing. 
Part II of both tests (pre and post) consisted of a 
list of ten common words taken from a grade five thesaurus. 
Some of the words us e d were: friend, build, hous e , peop l e , 
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and foolish. The students were given 10 minutes to "write 
as many words as you can think of that mean the same or 
nearly the same as the given word. 11 The purpose of Part II 
was to measure any increase in fluency that might have occurred 
as a result of the discussion format used during the inter-
vention. 
Scoring of Pre-Post Tests 
First, to obtain a ~uantity score, a count was taken 
of the total number of responses given to the six questions 
(see figures la & lb) in Part I of the test. Duplicate 
responses were counted as one response. For example, if a 
student said, "ask my mother for help," and "ask my father 
for help," both were counted as one answer and received one 
point. 
Second, to obtain a quality score (see figures 2a 
I 
& 2b) all responses were required to meet three main criteria. 
These criteria were: 1) address the problem directly, 2) 
resolve the problem, and 3) be feasible for the student to 
implement. A response that addressed all three criteria re-
ceived one point. An additional point was given if the 
response was a unique one, or the only one of its kind given. 
In Part II, the answers received one point if they 
appeared in the student's fifth grade thesaurus or fifth 
grade dictionary (see figures 3a & 3b). 
Because the tests were not standardized and therefore 
required some judgment on the part of the scorer, a blind 
rater was used as a check on the experimenter. The pre- and 
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post tests wer e given to the blind rater in one pile. There 
was no distinction made between pre-post tests or between 
control or experimental groups. Th e blind rater wa s give n 
the criteria for the answers in Part I. A copy of both the 
thesaurus and the dictionary were also given to the rater 
for use in the scoring of Part II of the tests. The blind 
rater's scores were recorded on a sheet that was coded to 
match the protocols. 
Once the scores of both groups were recorded, the 
scores were compared on the average gain or loss pre-post 
test on the three dependent measures, namely, quantity, 
quality, a nd synosyms. At-test o f significance at a 
p~OS l e v e l was then done on thes e results t o see i f the 
int e rv e ntion pr oved or disproved the hypothe sis . A te st 
of correlations of th e scoring of the exp e rimen ter and 
the blind rate r was also done to s ee how reliable th e 
experimenter's scoring had been. 
are re p orted on in Chapter VI. 
The re s ult s of these tests 
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CHAPTER VI 
STATISTICAL DATA AND DISCUSSION 
The statistical r e sults of the study are difficult 
to intE!rpret. Table 1 indicates a puzzling decrease on all 
quantitative measures from the administration of the pre -
test to the administration of the post-test on both the 
c ontrol and the experimental group. The total numb e r of 
responses to the six questions in Part I for the exp er ime nta l 
group went from a mean of 12.88 on the pre-test to a mean 
of 9.94 on the post-test, a decrease of 2.94 respon s es. 
The control group we nt from a mean of 17.4 2 on the pre-te st 
to a mean of 15.14 on t he p ost-t es t, a d ec r ease of 2.2 8 
responses. The total numb e r of quality res po ns es for th e 
experimental group had a mean drop of 3.73 r es ponse s a nd 
for the control group there was a mean drop o f 2.78 re s ponses. 
The experimental group did significantly wor se on 
Quality (t=2.75;p(Ol), Quantity ( t= 2.04;p(.05), and Synonyms 
(t=2. 7 5 ;p(.Ol) on the sec o nd administration a s compared t o 
the first administration. The same trend appeared in th e 
contr ol group, al t hough it did not quite rea c h stati s ti ca l 
significance in terms of the Quality (t=2.04;p {05), or th e 
Quanti t y (t=2. 0 4;p(.05) measures, but did r e ac h signif i cance 
in Synonyms ( t=2. 0 4; p (05) 
42 
43 
TABLE 1 
MEANS, STANDARD DEVIATIONS AND SIGNIFICANCE OF THE 
EXPERIMENTAL AND CONTROL GROUPS 
PRE AND POST TESTS 
QUANTITY QUALITY SYNONYM S 
M S .D. M S.D. M S . D . 
PRE TEST 12.88 5. 38 11. 5 4.48 12. 7 7 5.80 
PO ST TEST 9.94 3. 3 3 7. 7 7 2.46 8.39 6.40 
SIGNIFICANCE t=~.58* t=3.87** t =4.59** 
QUANTITY QUALITY SYNONYMS 
M S. D. M S.D. M S.D. 
PRE TEST 17.42 7.28 14.21 6.00 9.50 7.10 
POST TEST 15.14 4. 31 11. 43 3.30 5. 29 4.25 
SIGNIFICANCE t=l.68 t= 1. 9 4 t=2.24* 
*p ( 05 **p(.01 
Table 2 shows the results of a comparison between 
the overall gain or loss on the three measures of both the 
experim e ntal group and the control group. An examination 
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of Table 2 indicates that there was no significant difference 
betwee n the e xperimental group and the control groups on 
any of the thr ee mea sure s (t's all (l.00). 
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TABLE 2 
AVE RAGE GAIN OR LO S S PRE -P OST TEST ON TH RE E 
DEPENDENT MEASURE S 
BETW EEN E XPERIMENTAL AND CONT ROL GRO UPS 
EXPERIMENTAL CO NTROL T 
M S. D. M S . D. 
QUANTITY -2.94 1.14 -2.28 1. 36 .37 
QUALITY -3.73 .096 -2.78 1. 43 • 5 5 
. 
SYNONYMS -4.38 .93 -4.21 1. 88 .08 
p 
NS 
NS 
NS 
The statistical results of the study need to be 
re-examined. There was a significant decline seen in b o th 
group s' s c or e s on t h e three dependent variabl e s bet wee n th e 
pre- and post-t e sts. Th i s sugg e sts that som e common fac to r(s) 
may have aff e cted the scores of b oth groups. On e p os s i-
bili t y may be the eff ec t merely of t a king s uc h a tes t f o r 
a sec on d time . A s econd poss ibility could b e th e fa c t t ha t 
th e post-test, a lthough administered the same wa y a s t h e 
pre-te s t, was give n the d ay befor e a vacation. Th e tes t 
was 1) no long e r a nov e lty and 2) t he students we r e e ag e r 
to begin their vac atio n . Thi s ma y h ave c a u sed th e m to r u sh 
through th e t e st to comp l ~ t e it. 
A third p ossibility could hav e bee n the quest io n s 
ask e d o n the diff e rent forms of th e t e sts . I n wr i t ing t he 
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six qu e stions for Part I of both tests, the content of the 
question s could hav e be e n more diffi c ult on one th a n th e 
other. To check on th is, h a lf of the students in the control 
group and in the experimental group could have been given 
the pre-test and the remaining half in both groups could 
have been given the post-test before the intervention. 
After the six weeks, the students who we re initially g i ve n 
the pre-test could have been given th e post-test and vice 
versa. This was not don e . 
Part I on both forms of the te s t was design ed to 
measure the student's ability to generate alternative 
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solutio n s . The intervention, however, addr essed itself 
to incr e asing students' ability to g e n erate alternat ive s 
a s we ll as their ability to detect c ons is t ency. The tes t 
dire c t ed s tudents to p rovid e "many solutions" to th e pr oblem 
and t he "best ways" to solv e the problem. As a r e sult o f 
the int e rvention, students ma y hav e b e c o me incre asingly 
c riti ca l of the alternatives they g e n e rated ( a lso a goal 
of th e interve ntion) and more sel e ctive of those they wrote 
d own . It is l e ss likely that this overlaying of r es ult s 
. would exp lain the decrease in ability to generate synonym s, 
alth o ugh e v en here the t e st dire c tions imply " q uality 
control" of synonymy. 
The main h yp othe si s that th e us e of "discovering 
alt e rnat i ves" and "discove ring consistencies a nd in co n s ist enc ies" 
via th e "discussion format" wh e n applied to children' s li te ra -
ture would develop the pr ocess of .critical thinking and 
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enable students to break patterns of habit-bound thinking 
was not supported by the statistical techniques used in 
this study. This could be att r ibuted to the reasons given 
abov e as well as to the possibility that the instrume nt 
used was not sensitive enough to d e tect the differences 
being measured. Measures mor e sensitive to quality or 
rationale for alternatives might have produced a diff e rent 
picture. In fact, formative data collected during the 
study, indicate that the secondary hypothesis, namely 
that a carry over in process will be seen in other a reas 
of the curriculum, has been supported . The next chapter 
• 
will present some of that formative data. This is necessary 
tb provide a complete picture of the results of the project. 
CHAPTER VII 
FORMATIVE DATA AND DISCUSSION 
In this Chapter the read e r will find e videnc e 
for support of th e secondary hypoth es is tha t was s t a t e d 
in Chapters II and V . Included her e are s e v e ral ent ri es 
taken directly fr om th e daily journal and e x ce rp t s from 
written tr a nscripts and taped dis c ussions. This will pro -
vide th e reader with a total picture of the r es ults of th e 
. 
p roject. 
Some of th e principles of discussion, as defined 
by Dr. Evans in Chapter II, are e vid e nt in th e foll o wing 
entry. To begin the second days' lesso n I asked th e studen ts 
what they thought would happen if a c risis existed. Thi s 
was th e response to that question. 
Ch o rus: 
s : 
T: 
D: 
T: 
You go crazy! 
You be killed! 
People wouldn't follow no rules. Br ea ki n g 
into other pe ople's hous e and every th i ng. 
I've got something to s a y t o T . .. when she 
said ever ybo dy break into your house ... 
everybody might be dumb a nd might not k no w 
how to build a hous e . The y might not kn ow 
how t o bu i ld a hous e . They might li ve in 
caves and all that (th e idea of caves was 
mentioned in the fi rs t c hapt e r as p art of 
the hi story of th e people of Chelm , wh ic h 
is p e rhaps wh ere thi s line of r easo nin g 
originated). 
Th ey 'll just go in th e ca ve. 
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D: 
? : 
TR: 
D: 
R: 
D: 
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And steal rocks, that's about it. 
Steal food and clothes. 
I've got something for D ... what if they 
cleaned th e cave out and there wasn't no 
rocks in the cave ... 
What would be in there? 
If they didn't have enough smarts to make 
a house, how are they gonna have enough 
to make clothes? 
How can they know about money? 
What happened from the first week was that the 
students listened to each other. Their answers, for the 
most part, followed from the preceding ones. Some of the 
students "piggy-backed" or "built upon" a previous response . 
• 
They directed their statements to previous speakers a nd 
compelled them to think. Not all students were doin g this , 
but all students were exposed to it and anticipated the 
responE;es. This was a ne.w way to argue for most of them; 
it was an a r gument with words and not with fists. 
Another example of how the discussion format provided 
students with exercise in thinking can be seen in t h e follow-
ing entry. It dealt with the term "wisdom" that had b ee n 
discussed briefly in a preceding l es son. 
I introduced the term during this lesson. 
Going on instinct, 
I began b y asking 
th e students, "What is wisdom?". The following discus sion 
e nsu ed: 
w: 
S: 
havi ng knowledge about something 
makes you think (this student was one of my 
slower learners; sh e always had troubl e s ay-
i ng what she meant and writing what she meant. 
Here she attempted to participate, was ac-
cepted by fellow students, taken serious l y, 
and made valuable contributions to the re-
mainder o f the discussions as a result. A 
R: 
S.M. 
S.D. 
49 
bonus has been an obvious gain in self-
confidence very noticeable in her recent 
class work). 
something that you might want to do 
what your body tells you to do 
I think wisdom is when you do something right, 
and you think about it and it t e lls you if 
you want to do it and if its right or wrong. 
Like we was up there discussing a problem, 
(referring to the role playing exercis e ) 
that's like wisdom cause you can think of 
something to solve a problem, and th e n wh e n 
it's solved you can go back and think of what 
you did and already said. (This is perh ap s 
one of the most poignant definitions recorde d 
during the project. Although definitel y i n 
need of some grammatical polish, I feel thi s 
child c e rtainly has understood the meanin g of 
wisdom. Unfortunately, she moved during th e 
third week of our project and with her, I'm 
sure, went a lot of very valuable ideas that 
would have gr e atly contributed to our wo rk. 
Although I'm certain s he neve r he ard of d e -
ferred judgment, sh e instinctivel y kn e w wh a t 
i t was). 
In Chapter V, the open-chair role playing ex e r c is e 
was d esc ribed to the reader. This exe rcis e produce d wh a t 
I consider t o be a highlight of th e project and a r e ason 
for using th e discussion format in the classroom. The open-
chair role playing was used to enable the students to conduct 
a debate on the pros and cons of war. 
The debate began with the student s trying t o fin d 
answ e r s to their opponents' remarks by skimming their sh e e ts 
of id e as that had been developed during a brains t ormi ng 
session held prior to the role playing ex e rcise. Thi s wa s 
their security blank e t, but against the ru le s of debat e . 
After a brief period I went up and took the p apers aw ay to 
a chorus of "Oh no!", "Please i ". This slowe d the d e bate 
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down co nsid e rably. On ce th e children got us ed to b e ing 
with out their p rinted words, the spee d picked up. I t beg a n 
simply with re asons for a war and counter r espo nses from 
the oth e r side. Th e n something that was said trigg er e d o f f 
a totally un expe cted response which completely turn e d the 
d eba te around, got the children on th e edg e of their cha i rs 
and caused them to chall e nge each other as n e ver b e for e . 
Here are . some highlights o f that debate. 
D: What about Iran? They didn't think like that. 
They still have the hostages. 
T: Well a t least we'r e safe and sound. 
D: Ya, but the ~o~tages ain't and they're from 
America. 
T: Why did they take them in the first place? 
D: Ca use they wanted some guy to come to Iran and 
the guy just wouldn't go. 
?: We should keep the Shah till they give the 
ho stages back. 
TR: Then they'll kill us all. 
D: How th e y gonna kill us all? Ain't the U.S. 
bigger than Iran-yes--well if it's bigge r, t he 
U.S. should win. (Discussion continues f o r awhile 
on wh y we should try to convince th e Shah to go 
ba ck . Other .children begin to demand their turn . 
Many bits of information beg a n to be interjected. 
These have obviously be en picked up fr o m te l e-
vision news re po rts. Th e following are t o show 
the kinds of i d e as dis c u ss e d and the di f f er ent 
turns the debate took). 
T: But what di d t h e Irans do to you? 
D: 
DEV: 
D: 
DE V: 
But they got the hostages. We don't got no ri g ht 
to make a man go back to hi s own c ountry . 
They will kill him. 
What did he do wrong? 
He did something wrong to them. 
D: But he didn't e ven want to h a ve a c onferen c e on 
T . V. 
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TR: Cause he knew they'd find him. 
S .M. 
D: 
Th e y should kill the Shah to get th e hostages . 
(Jumping out of his seat). See that!! 
what he said and he's on the con side. 
You heard 
( D was 
developing a good ear for pi cking up inc onsi s-
tencies in other student's reasoning). 
W: We should make a trade. 
D : When we give him bac k they'll kill the Shah and 
just keep the hostages. 
W: How do you know? 
chance we have to 
(Teacher interrupts and 
floor.) 
Hav e you tri e d i t ? 
take. 
I t ' s a 
invi te s more comme nts from the 
D: Sneak attack ... Hitler ... radar ... s py cut wire s ... 
(By now D has assumed my role of facilitator and had 
so much to say he found it hard to control himself, 
bu t he did try). 
• 
N: They could have killed the hostages already. 
W: Ya, they could have tak e n pictures a nd then shot 
the hostages and then still show the p ictures. 
M.A.: We shouldn't have a war ... (hesitates her e a nd T 
steps in to hel p as sh e senses what M.A. wants 
to say) T: too many people .. . M.A. oh ya, t oo 
many people are los i ng their live s to save other 
lives. (Coming up to speak was a big step for 
M.A. as she generally does not con tri bute to the 
class during lesson time. 
D: How are we gonn a g e t th.ose hostages . Tell me 
RIGHT NOW!!! 
(D has immediately shifted the group bac k o n the right 
t rack.) 
N: Mak e a deal. 
D: How do you know they're gonna want to ma k e a 
deal? 
E: The only way your gonna know if th ey 'll make a 
deal is to a sk them and the y'l l s ay yes or no. 
(A t this point all jump in a s th e debat e has gott e n 
qu it e heat ed . S.H. tri es to r e mi nd th e group of the 
rules of debate and fin a lly su ccee ds i n gain i ng the 
fl oor . The children a t this point have fu lly ~rasped 
the d e ba te format but have gone b ey 6nd it. Th ey 
il l u s tr ate by their e nth~sia s m a n e ed to exp re ss their 
op i nion s and be taken se riou sly . Wh~ n t ake n seri ously , 
they did a fin e job and put extra e ff or t i nto th e task. 
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As Lipman said, wh e n taken s e ri o usly, childr e n will 
p r od uce mor e than is e xpected o f them.) 
From these e x ce rpts i t i s n ot possib l e to g e t th e 
full imp act of this discussion c a rr i e d on by a gro u p o f t e n 
and e l e v e n year old childr e n . I'm co nvinc e d, aft e r wit-
nessing t h is, that if I had stopp ed a fter th e br a i nst orm ing 
session a gr e at d e al wo uld ha ve b e e n lost. Se veral t hin gs 
need to b e mentioned at this p oint. Th e de b a te wa s c a rri e d 
on for th e most part by the stude n t s thems e lv e s for ap p ro x i-
mately thirty-five minutes. At no p oint in th e dis c ussion 
did on e child attack anything but issues. A feat f or 
childr e n who spend a good part of their live s fi gh ting, 
both physi c ally and verbally. Th e discus s ion format p ro-
vided th e m with a healthy channel fo r using th e ir e n e rgi e s 
in a co n s tru c tive mann e r. Th e d i sc u s sio n a f fo rd ed the 
studen t s a p lac e with i n which to us e b i ts an d p iece s of 
i n formation in a very v a luab le manne r. The amount of know-
l e dge t h e c hildren illustrated about this cur re n t t op i c 
su rp ri s ed me a n d made me r ea lize that my stu de n ts were more 
aware o f th e ir world t h a n I h a d pr e vi o u;l y t h o ug ht . 
The re a re oth e r b e n e fit s to b e d e riv e d a s a r es u lt 
of holdin g discus~ions. Th e dis c ussion format p ro v i ded a 
v e hi c l e thr o u g h which th e c hildre n co uld h ear th e ir th o u gh ts 
out l o ud. This afforded them a b e tt e r oppor tu n i ty t o e xa mine 
thes e thought s ~or e cr iti ca l ly . On e o f th e s tu d ent s , S .M . , 
did th i s r epeate dly. He would ma k e a s tat e ment , list e n t o 
o th e r ' ~ c o mmen t s a nd t h e n modif y h i s s t ate men t . It h e lp e d 
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him to hear other's ideas and to weigh his r e spon se agains t 
th ose other responses. He restated his idea and each time 
he or the oth e rs did this th ei r new re s ponse s were ac cepted 
without comme nt o r tea s ing. Sometimes stude nts challenged 
others to clarify their statements, not as an attack, b u t 
rather as a way o f getting the facts straight. "Thu s th e 
v arie t y of thinking styles in th e c l a ssroom, coupled with 
a v ari e ty of back grounds, v a lues a n d life experiences, (had) 
contributed significantly to the c reation of a community of 
, , II 36 inquiry. 
For many of m~ students, le arn ing to think critically 
took p lace a s a result of the interper son al d iscu s s io n. 
"The discussion, in turn, brings oth e r advant a ges. In 
particular, it promotes children's awareness of one a nother 's 
persona li t i es , int e re sts , values, beliefs and bias es . Th is 
increa se d sensititivity is one of the most valuable by-
products of classro om . . " 3 7 communication. To th i s I would 
add that t he childr en developed a sense of t r ust an d comfor t 
with the group and became more willing to open up a nd s h a re 
th e ir id e as. Knowing that they would not be tol d their 
a n swers were wrong was very comf ~ rt i ng. Th ere wa s a se ns e 
of working toge ther to search out all possible ways of 
looki n g at th ing s. It was important for my s tuden t s to 
f ee l this and that n o o ne answer would b e valued more t h a n 
the othe r. 
The fact th a t the discussion format provi ded a 
sens e o f trust amongst the students a nd pro mo t ed a wi ll ingn e ss 
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to open up and share experiences is shown by this journal 
entry. 
D, one of my students, had missed a lesson due to 
illness and upon returning to school, he asked to b e filled 
in on what he had missed, something he had never done before. 
A brief review was given; then a quote from the story was 
given regarding stealing and it no longer being a crime 
except if one stole from a thief. D responded with, "What?", 
"That's crazy; everyone will be going around stealing from 
everyone else. That just doesn't make sense." I then 
asked, "What would you. do if that same rule app.lied h er e 
and now?" "I'd steal," replied D, "just like e veryon e els e !" 
Then after a moment he changed his mind. "Hold it! No 
I wouldn't want to hurt anyone's feelings, c a u s e I know 
what it's like." 
at summer camp. 
He then related a story of his expe ri e n ce 
"Ya know, one time at camp la st summe r 
whe n I was taking a shower someone stole my underwear. I 
didn't like that." He related this with a smile, but it 
was obvious that h e was upset just remembering the incident. 
"You know, everyone got to play and I just had to sit ther e 
cause my p a nts were sort of loos e and you kn o w if I got up 
and moved around my pants would have fallen down. The next 
day someone stole my tee shirt .• " At this point I as ked i f 
the counselors were there to help. D said, ra t her indig nantly, 
"You know, I sat there with nothing on and n o one even · ask e d 
me where my shirt was or nothing. Do you believe that?" 
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We shared his sense of unfairness and then to make us 
feel b e tter, he explained that he had gotten his father 
to buy him a lock and nothing else was stolen. 
Another observable change in the students was their 
sense of self-worth and personal growth. Two excerp t s from 
the journal will serve to illustrate this. 
One afternoon W decided I looked tired so he took 
my Language book, walked over to my chair where I usually 
sit when talking to the class, and proceeded to tackle the 
lesson, sight unseen. It was almost magical to see how 
quickly the class not~d what he was attempting, came to 
or d er and cooperated. D, who is a c lose friend, decided 
to be silly as he misjudged W's intent in doing thi s . He 
was p r omptly asked to l e a v e th e room until he could co o p e rat e . 
The l es son went well; W assigned a written a ss ignme n t a f te r 
refusing to accept any help from me. About ten minut e s 
we nt b y and there was a problem about questi o n thr e e . W 
came up to my desk, leaned over and quietly s a id, " I' m h a ving 
troubl e explaining number three. Can you hel p out s o I c an 
explain to them?" Of course I did, but I had a ha r d time 
k e eping myself fro~ hugging him, I was so proud of him. 
While walking out of school that afternoon, W asked me on a 
s c ale of one to five how I'd rate him on his per fo rm a nce. 
I teasingly said three. He looked at me and said, "Now 
wait a minute. I threw D out of th~ room. I wen t to get 
him back in and he said everyone will laugh at me. Wel l, 
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I managed to bring him back in with no one laughing at him. 
That's wor t h something." I reconside r e d and gave h i m a four. 
He wa s satisfied and walked home with a smile on h i s face. 
What does all that mean? We ll, for someone who 
has never met Wit is an amusing anecdote. But for h is 
teach e r who has worked with him it shows a significant 
change in his sense of self - worth. The courage sho wn in 
taking over the class, the confid e nc e shown i n handling 
th e le ss on, the sense seen in his knowing when to ask for 
help a r e al l noteworthy. Most important was his abilit·y 
to g i v e what he consi~ered a valid r e ason for more p oints 
b~cau se this s hows he is thinking and acting upon it. 
During a reading lesson wit h my slow g roup t he 
second incident occurred. This group co ns ist e ntl y a ns we r e d 
questions by copying words, ph~ases, and sent e nces fr om 
their t e xt. We had just finished reading that Crickett and 
Ann a f o und it very difficult to supply eve n th e ir simplest 
need s . I asked S to interpret that s ent e nc e . Sh e l ooked 
straight at me and said, "It means that they we~e poor". 
A big improvement for her usual responses which wer e g i ven 
with head bowed, hesitation, or tears if no answer was 
known. This was a confident response and did not u se the 
words in the text. She gained considerably from the dis-
cussions as each time her an~wers were accepted, she f e l t 
encouraged ·to contribute more and she did. Here she was 
able to use her confidence to help in reading. There h.as 
also been a noticeabl e chang e in h e r newly found c our a g e to 
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ask for help when she needs it instead of getting upset and 
crying. 
One of the problems the s tud e nts had was their 
inability to draw the necessary connections between bits 
and pieces of seemingly unrelated material. It has already 
been shown in the excerpt from the war tape that th e dis-
cussion format helped to correct this problem. Here I give 
an example of how the use of syllogism, another int e rvention, 
produced an observable carry-over of process into another 
area of the curriculum. 
After returning from a week of vacati o n, I was 
• 
reviewing math on the board and the children were unable to 
see the relationship I was trying to illustr a te. So I tri ed 
to apply a p roces s they had really only be e n briefly exposed 
to. On the board I wrote: 
. 3 3 3 - 1 = - - = 3 l 1 teacher 
a = b b = C teacher 
therefor e a= c students (without being asked) 
We p u t several more examples on the board, as the stud e nts were 
qu i te caught up in it. A quiz was given and every c hild re-
ceived one hundred. Two days later another quiz was given 
and the results were not as good, but there was a def in it e 
lack of the usual low grades. The scale was def in i te ly tipped 
to illustrate some measurable carry-over. 
Syllogisms also proved valuable in helping students 
detect inconsist~ncies in each other's reasoning. Tw o weeks 
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after the project had ended I recorded this incident. When 
asked where his homework was, T gave several reasons which 
he considered valid excuses . W, D, and E, almost as if on 
c ue, simultaneously said to T, "Oh no! your reasons do not 
follow and do not make sense." This has been invaluable 
to me . Now, when I ask where a home lesso n is , instead of 
inventive excuses I generally get, "I didn't do it, bu t 
I'll do it tonight and bring it in tomorrow." And eight 
times out of ten, it is bro ught in the ne xt day. 
One interven tion that has no t been dealt wi th so 
far is "discovering al<ternatives". It was explained in 
Chapt er V that the techniques were applie d directly to th e 
text, The Fools of Chelm, whenever possible. 
is an example of how this worked. 
The following 
"Gronam Ox is to abdicate. He must be for ced to 
'11 II 38 do so cf his own free w1 . This sentenc e from the text 
was us e d to generate th e four alterna.tives: 
Force and Free Will 
For ce and No Free Will 
No Force and Free Will 
No Force and No Free Will 
On ce these we re on the board, the students were asked to 
comment on each. What follows is the results of this exer-
cise: 
Force and Free Will 
T: You can use both of them; force to go to j ai l 
if you kill someone and free will you c an d o 
so mething you like on your leisure time . 
(Leisure time is a term used during our 
Social Studies lessons and its use here 
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indicates an attempt at c onn e cting informa-
tion whi c h was a hoped for res ult). 
S.M.: Nobody on their own is free--you can do 
things that are necessary for you to do 
and you can't do things that a re not 
necessary. 
Te a c h e r: Repea ts Forc e and Free Will 
S . M.: Lik e real li fe-- like kids in this classroom 
can't do anything they li k e in this schoo l 
whil e their doing their wor k --they can't 
f j_gh t. 
Teacher: Which is stronge r --forc e or free will? 
E : Force cause you're the boss and you tell us 
what to do (piggy-backed on S.M. 's idea). 
No Force and No Free Will 
. 
P: Just standing there in the middle. 
S: It's like b e ing caught in a loophole--you can ' t 
go no where and you can't do nothin on your own. 
(Sis trying to make a connection here to our 
definition of the word loophole that had been 
done previous to this lesson, again illustrating 
an attempt to make a connection between different 
lessons). 
Free Will and No Force 
E: If you want to do something on your own and no 
one can stop you. 
D: Lot of chaos--if everyone did their own thing 
then every one would be running around and 
making the town noisy (chaos-a word defined 
during the first week of the project used here). 
T: Some pe op le won't be noisy, P, caus e s ome people 
are quiet--it might not be noisy--some people 
will just study and be quiet (directing comments 
to p revious speaker). 
M.A.: If your mother forces you to do s ome t hing yo ur 
mother forces you to do it . 
Force and No Fr ee Will 
M.A.: Nothing to do--you just s i t aroun d-mo ther ca n 
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force you to do it . 
S: You have to do what some o n e t e l l you to do. 
D: It's lik e that pict ur e " Roots" when Black people 
had force but no f re e will. Th ey ha d to work 
in the fi el ds; they did n ' t h a v e n o free will or 
fr ee time . (A ver y good exampl e brought u p to 
illustra te his point, and shows his attempt to 
make connections b etwe e n bits of information 
he has been exposed to). 
T : Somebody force d them t o give up th e ir fre e dom 
( pig gy-backed on the above s tatement). 
R: Hostages have no free will--I r anian s have con-
tr o l of the hostages. (Another example of apply-
ing what has b e en previously learn e d and dis-
cuss e d i n class). 
I think th e best way to sum up the significa nce of 
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the for mative data is to include one las t journal entry. 
This ent ry is the last one made dur ing th e a ct ual proj e ct 
t ime. 
At the e nd of the six weeks , o ne of t he studen t s 
d e cid e d she was not q uite ready to give up h e r time with 
The Fools of Chelm and managed to bring in a story about 
Chelm that she discovered in one of her sister's books. 
She insisted I read it to the class the following day. The 
Snow in Chelm, by I .B. Singer was read to th e class. The 
r e sults were encouraging. One of the incidents in the story 
had to d o with nailing the moon up in a barrel to ca p ture 
it. Th e s tu dents stopped me to s a y how fool ish t his was. 
"The moon can't be caught. That's impo ssible!!" 
It had snowed in Ch e lm and the sages wanted t o gathe r 
up the pre cious gems t hat appea r e d to t h e m on the snow . 
The y d e vised a plan whereby a young boy wou ld act as a 
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messenger and would tap on the windows of all the houses to 
forbid the people to leave their homes until the jewels had 
been safely gathered. The problem of how he would do this 
without trampling the jewels was quickly resolved. Four 
people would carry him around on a table. Naturally the 
next morning the jewels were trampled and this was attributed 
to the four carrying the table. To avoid this happening 
the next time it snowed, the wise sages decided that four 
others would carry those carrying the table. When the 
students heard this, they could not contain themselves. 
"No way!" "They still have the same problem." The dis-
cussion ended when one of the students observed, "It really 
doesn't matter what they do cause there ain't no jewels to 
catch any way." 
CHAPTER VIII 
SOME CONCLUDING REMARKS 
In Chapter VI, the reader was presented with the 
results of the statistical data which was collected from 
the pre-post test results. The purpose of these tests was 
to provide data that would confirm the main hypothesis which 
stated that as a result of teaching critical thinking skills, 
students would alter their patterns of habit-bound thinking . 
. 
Chapter VII pre s ented data that was taken dir e ctly from the 
daily journal kept by the experimenter. The purpose of this 
data was to provide evidence to support th e s e condary hypoth e -
sis which stated that as a result of the int e rvention, 
student s would develo p a p r o c e ss of cr i ti c al t hinki n g th a t 
would c arry over into oth e r area s o f the curr i culum as we ll 
as their personal lives. 
The statistical results of this stu d y do not s u pp ort 
the main hypothesis as stat e d abov e . The te s t it se l f may 
not have been designed to accurately measur e wh a t was being 
taught. Further research into designing a tes t that wou l d 
be mor e sensitive to measuring an increase in the critical 
thinking skills dealt with in this proj e ct, but in an open-
ended format, is necessary. 
When examining the formati ve data, h ow ev e r, a 
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differ ent picture of the results of th e project is evident. 
The carry over process hoped for was see n i n the cla ssroom 
as shown in Chapter VII. The critical thinking skills did 
contribute to the students' success in other areas of the 
curri culum and did enable them to better handle personal 
issues and proble ms. The ob~ervable gains ma de by the 
students were many. 
1) Some of the passive students were beginning to 
participate by the fourth week of th e project. 
Two months have passed since the project officially 
ended and they are still contributing. 
2) Students have cont inued to contribute pieces of 
information they pick up outside of the classroom 
to the curric~lum when applicable. This began 
during the project and was encouraged by the 
discussion format used. 
3) Students learned to respect eac h oth er 's opinions . 
4) Students learned to disagree with a " s tatement " 
and not t h e sp eake r. 
5) Most of the students acc epted the idea that they 
were enti tled to their own opin ion and that it 
didn't have to agree with other 's opinions. 
6 ) Students acc epted that there would not alway s be 
a definitive answer to every question. 
7) All students had so me measure of success with 
"generating alternatives" and "syllogis ms ". As 
a result, their approach t o th e curriculum has 
been critical rather than accepting. They are 
questioning a lot more. 
8 ) Most students learned how to carry on a di sc uss i on 
and gain new knowledge from it. 
Th e abo ve indi cates that the students were provided 
with some of the processes associat ed with critical thinking. 
This process was b e in g applied to more than The F oo ls of 
Chelm. These gains made b y the st u dents will contribute 
to their education both in school and outside of school . 
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The process learned has enabled them to begin to alter their 
habitual responses. Accidently bumping into someone now 
brings an apology and not a fight. Excuses for not doing 
homework are being replaced with, "I didn't do it, but I 
will tonight." Disagree ments with fellow students are now 
discussed rather than directly leading to physical conflict. 
S tude nt s are people first. As people, they must 
be able to function in the world outside of the classroom. 
Education must prepa re the student to live in that world. 
The curriculum stresses l e arning facts and concepts. Although 
this is important, it f oes not provide th e student with a 
well rounded education or as Dewey would say, it does not 
contribute to a "continuum of experience". In addition to 
being taught the curriculum, students must als o be led to 
develop a process of critical thinking that will bette r 
prepare them to deal with all learning experiences. They 
must be able to critically examine both their educational 
and "rE~al-life" experiences to evaluate the value of these 
experiences to their life and to their growth as people. 
Inner-city children of today are faced with situa-
tibns and e xposed to experiences that have th e potential 
to overwhelm them. Incorporating the " d i sc ussion format" 
into t hsir learning environment in school can provid e them 
with a medium into which they can bring thes e social 
experi e nces. · P rov idin g the students wit h critic al t h inking 
skills will then enable them to examine thes e experie nc es 
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and deal with them in a ~reductive fashion. 
Education must provide the students with a process 
of thinking that will serve them in all areas of their 
lives. Rote memorization of facts results in learning a 
set of facts. Helping the student to "discover alternatives" 
and to "detect inconsistencies and consistencies" begins 
to develop a style or process of thinking that can be 
applied to all areas of his or her life. Teach the students 
the steps of division, but then show how division can help 
in providing the student and his or her friends with an 
equal share of the pizza they are about to eat. 
The latest kitchen utensil is the food processor. 
It can do the job of several already existing appliances 
in the kitchen. 
the human brain. 
There will never be an invention to replace 
Education must therefore adopt the 
scientific method and try to improve the functions of the 
brain. Critical thinking skills do provide the student 
with a process of thinking that will enable him or her to 
better meet and deal with academic and "real-life" experiences. 
It is the job of education to address the needs of the total 
child and to provide skills that will be as useful outside 
of the classroom as they are inside of the classroom. 
Educators must find a way to bring to the curriculum 
techniques that will directly and effectively help the 
students to gain more from it. Educators must learn to 
judge the students' success by noting daily improvements 
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and not solely on the basis of wr itten tests. As a result 
of th e proj e ct, I hav e l ear ned to p l ace mor e valu e on the 
studen t s overall performance rath e r than only on the 
printed work. 
"Thinking and Literacyll, an articl e by Jane R. 
Martin contained the following comment that i s often heard 
in the classroom. "It's funny, but I really misjudge d that 
student . . From his comment in c lass I had gotten th e im-
pr e ssion he understood the mat e rial almost as well as I 
did, 
is a 
but his final exam i s badly written. He obviou s ly 
39 poor student." As Saras on has pointed out, t e ache rs 
• 
often comp lain that the administration tends to judge their 
success or fa ilur e on th e basis of the re s ult s of th e ir 
stude n t s' t es t score s . It is time for teachers to stop 
doin g t his sa me thing to their students. As educators, 
we must t each facts, concepts and a process o f critical 
thinking to help the total student. Then we must find a 
more s e nsitive way of measuring gains that the students 
ma k e . 
• 
APPENDIX 
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I.C.R.T. AND METROPOLITAN ACHI EVEMENT TE S T 
Each May the s tud en ts are g iv e n t h e Metro p olit a n 
Achi e v e ment Te st (MAT) to meas ur e progress made duri ng t he 
scho o l yea r. 
performanc e . 
S tud e nt s ar e e xp ec t e d t o gain one y e ar in 
When the scores ar e returned to the school 
in J u ne , I will compare t h e results of th e experimental 
group with those of th e control gro u p . I am anx i o us to 
see if th e re will be any noticeabl e differenc e be tween t he 
exp ecte d gain for both groups and th e actua l g a i n for both 
gro u ps a nd a comparison of the two. One co uld speculat e 
that any significant g~in was a result of th e interv e ntion 
(tea ching of crit ic a l thinkin g skil l s ). Howe v e r, becaus e 
th e first MAT was given a full seven month s p rior to th e 
project, I can do no mor e than s pec ulate. 
Th e I.C.R .T . i s a t e st whos e r e sults co me back 
in the form of a printout of the number of skills a s tude nt 
has master e d and the grade level of each skill~ For exampl e , 
student A in grade five may tak e a test in which tw en ty- f ive 
skills are b e ing measured. Of the se tw e nty-five skills, 
fiVe ma y show mastery at th e sixth grad e level, ten at th e 
fifth grade l e v e l, s ix at th e f o urth grade l e v e l, and four 
at the third grade level . These t es ts were given in Oct obe r 
of 1 979 and April of 1 980 , relative l y close t o th e time of 
the proj e ct (the six wee k p e riod b e tw een Christma s v acatio n 
and February v acation) . The sco r es of both groups ha v e 
b een r eco r ded for th e Octobe r test. I will r eco rd the 
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scores for the April t es t when th ey are returned in May 
a nd check to see if th ere is a significant gain for th e 
stud e nt s in the experime nta l group v ers us the control 
group. It is hoped that this will prov e to be a bette r 
instrument for measuring any gain that might h ave occurre d 
as a result of the project. 
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TABLE 3 
CORRELATION S OF TE S T RESULT S PRE AND POST TEST FOR 
BLIND RATER AND EXPERIMENTER 
VARI ABLE EXP ERIMENTAL GROU P CONTROL GRO UP 
PRE PO S 'r PRE P OS 'l' 
QUA NTI TY . 96 . 9 6 . 9 7 . 96 
QUALIT Y . 8 6 .71 . 9 3 . 92 
SYNON YMS . 9 3 . 99 . 9 9 • 9 7 
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FOOLS OF CHELM AND THEIR HISTORY By I. B . Singer 
A SYNOPIS 
After centuries of evolving from microbes, amoebas, a nd 
gefilte fish, Chelmites prided themselves on their sagacity 
and insight. So during the reign of Gronam Ox, when the 
first 'c risis' occurred--the moment the first word 'crisis' 
appeared in the language the people realized there was 
one - - the sages of Chel"m resolved to arm the yet unmi li tar i zed 
Chelmites to wag e war against the people of Gorshkov. Ev e n 
the abuses of Gronam Ox's wife, who told him, "You not only 
wear the ho rns of a n ox, but you have the brains of on e ," 
fail ed to dissuad e him from the maneuver, and when the 
c oughi ng , sniffing, befuddled Chelmites' army arrived at 
Mazelborsht instead of Gorshkov, Gronam decided to pillage 
the town, s ince ... "No matter whom we attack, it will be 
exactly what th ey deserve." The rest of the history of 
Chelm contained an adequate modicum of worker's revolution 
and wom e n's libera tion; but despite some setbacks, Gronam 
Ox r e ma in e d optimistic: "We do not wish to conquer th e 
world, but our wisdom is spreading throughout it just th e 
same ... the chances are good that someday th e whole wo rld 
will b e o ne great Ch elin ." Drawing v e ry loosely--v e ry 
loosel y --on Chelm l ege ndry , the author satiriz es gov e rnment, 
politics, and human foibles in a story that should have 
diff e r ent me anings to r e ad e rs of different a ge s but that 
eme r ges for all r eaders as a smo oth , humorous narrativ e , --
an amu s ing story well told. 
(Thi Horn Book , Dece mber, 1973) 
PART .I 
DIRECTIONS: 
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PRE-TEST 
Below is a set of problems. Read each one 
carefully. Then answer the question at the 
end of each problem in the best way that you 
can. Write as many solutions to the problem 
as you can think of. 
1. Jeffrey's family moved to a new town because his 
father got a new job. It is Jeffrey's first day 
in your classroom and he feels uncomfortable about 
being the new boy. What might you do when Jeffrey 
enters your class on his first day? 
2. Rick and Susan decide to go ice skating on the pond 
at the end of theit street. When they get there, 
Susan notices a "No Skating" sign and remembers that 
it had b ee n warm for the last two days. She tells 
Rick but he insists that they go skating anyway. 
What might Susan do? 
3. Mrs. Eagle had to go shopping at the gro ce ry store 
and told John to have his room cleaned up by t he time 
she got back home. John sta r ted to clean hi s room 
but then he remembered that he was suppos ed to b e at 
a : Boy Scout Meeting in five minutes. What might 
John do? 
4. Susan received a new bike for her birthday. While 
she was at ballet class, her younger sister took th e 
bike without permission and went for a r ide . Th e 
bike got a flat tire while Susan's sister was riding 
i t. What might the younger sist e r do? 
5. Dwayne was asked to babysit for his younger brother 
while their mother went to the dentist. After she 
l ef t, a few of Dwayn e 's friends came by to ask him 
to come with them to play baseball. Baseball is 
Dwayne's favorite sport. What might Dwayne do? 
6. Marcy and Maria hav e been best friends for three 
y e a rs. To day Marcy found out that Maria' s family 
would be moving far away b eca us e of her fathe r 's 
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new job. Both girls are very upset about being se p arated. 
What might th e y do? 
PART II 
DI RECTI ONS : 
l. hou se 
2. fri e n d 
3 . happy 
4. work 
5. strong 
6 • beautiful 
7 • fear 
8. large 
9 . sm a ll 
10. build 
Be low is a list of words. Beside each one 
you are to write as many words as you can 
think o f that mean the same o r nearly the 
sam e as the given word. 
. 
PART I 
DIRECTIONS: 
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POST-TEST 
Below is a set of problems. Read each one 
carefully and then answer the question at 
the end of each problem in the best way that 
you can. Write as many solutions to the 
problem as you can think of. 
1. In class today, Robert took a math test and when he 
got it back, he saw that he had half of the problems 
wrong. He noticed that his friend John got one 
hundred and John wanted to know how Robert did on 
his paper. What might Robert do? 
2. James' friend came.over his house to play and had 
on a new shirt. It was the ugliest shirt James had 
ev e r seen in his life. His fri e nd said, "How do you 
like my shirt, James ?" What might Jam e s say or do? 
3. In the cafeteria at school Jenny sat at the table 
with Susan and Yvonne. Susan always fooled around 
with her food at the table and got th e t a ble re po rte d 
to the t e acher. J e nny and Yvonne did not like being 
re p orted and wanted to be able to enjoy their lunch 
time. What might they do? 
4. Afte r school on Tuesday, Robert and his friend Rick 
we llt t o Oscos to do an errand for Rick's mother. 
On the way home from the stor e , Rick pulled two 
yo - y os out of his pocket and gave one to Robert. 
Robert did not see Rick pay for them at the check 
o u t counter and asked where they cam e from. Ri c k 
sai d he had stolen them. What might Robert do? 
5. Errick's class was going to the Y.M.C.A. to tak e 
sw i mming lessons. All of the children wer e very 
e xcited about it except Errick. He was af raid of 
water and knew he wouldn't be able to go into the 
poo l with the other children. He didn't want the 
class to know how freightened he was of water. He 
didn't want to be e mbarrassed in front of the cl ass . 
What might Errick do? 
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6 . Harry left school late today and he was the l a st 
one out th e door. As h e turn e d the corner to go 
home, a rock sailed past his head. He looked but 
didn't see anyone. The next d a y, his classmate 
St e v e n told him that J e rry had thrown the rock at 
him. Harry was a c lassmate of Jerry's and also a 
fri e nd and he was up set that J e rry would throw a 
ro c k at him. What might Harry do? 
PART II 
DIRECTI ONS: 
1. people 
2 . mak e 
3. look 
4 . join 
5 . foo lish 
6 . y ell 
7. ho ne st 
8 . hit 
9 • bre a k 
10 . f ast 
Be low i s a list of words. Be sid e eac h o ne 
you are to writ e as many words as you ca n 
think of that mean th e same o r n ear ly t he 
same as th e given word. 
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WORKSH EE T 
DIRECT IONS : Put each of the foll ow ing pa ir s of wor ds 
into their four alternative statemen ts . 
SAMPLE: 
work 
l o ve 
lau gh ing and cry in g 
l augh ing and no crying 
no laughing and cry in g 
no laughing and no crying 
p lay walking 
hat e h eal thy 
running 
sick 
DIRECTI ONS: Put th e l e tter b e longi n g t o the cor r ect 
answer in the space p rov ided . 
1. No g irls ar e boxin g champions. 
It the r efor follow s that: 
a ) All b oxi n g champions are gir l s. 
b ) No boKing c ha mpio n s a r e girls. 
c ) All girls ar e bo xing c hampions . 
2. Al l pep si-colas ar e liquid. 
It t he refor e f o llow s th a t: 
a) All liquids are Pepsi-Co l a . 
b ) No liquids are Pepsi-Colas. 
c ) No tru e sta te ment foll ows whe n the s e nt e nc e 
is r e v e rs e d. 
3. John is tall e r t h an Elmer . 
E l me r i s tall er than Pete . 
It th e r e for e foll ows t hat : 
a ) John is tall e r than Pe t e . 
b ) Pe t e is tall er than Jo h n . 
c ) Elmer i s tall er than John. 
77 
4. Mongolians are Chin ese . 
Ch i n ese are Ori entals . 
It therefo re follow s tha t: 
a) Ori e ntals ar e Mongolians. 
b) Mongolians ar e Orientals. 
c ) Ch i n ese a r e Mongolians. 
5. Thr eeps are gings. 
Gings ar e crubs. 
It therefore follows th a t: 
a ) Crubs are thr eeps. 
b ) Gings ar e thr eeps. · 
c ) Thr ee ps are crubs. 
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WORKSHEET 
Jumping to Conclusions (Manual, Cha p ter 3, Part Two 3 2 5) 
LISTED BELOW ARE SOME EXAMPLES OF REASONING. 
EACH AS ONE OF THE FOLLOWING: 
a) good reasoning 
b ) possibly okay 
c) p o ssibly unsound 
d) really poor reasoning 
CLASSIF Y 
1. "My father's been reading in the paper that smoking 
caus e s cancer, so he says he's going to sto p reading 
the paper." __ _ 
. 
2. "Saturday I got sick after I had a half- g allon of 
ic e cream and a glass of wat e r. Sunday I got sick 
aft e r I had a half-gallon of ice cream and a gl as s 
of wat e r. So tonight, in order to keep from getting 
si c k, I'm going to stay away from water." __ _ 
3. "I heard about this f e llow wh o was kill e d when he 
fe ll out of a tenth story window. Of course, it 
wasn't th e first nine stories he fell that hurt him, 
but that tenth story really did him in!" ___ _ 
4 • "I once met 
r ea l good. 
a fellow from Finland who pla y ed the drums 
I'll bet all thos e Finns are great drummers." 
5 • "W e don't check eve ·ry 
a ssembl y line, to se e 
e v e ry 5th light bulb, 
light bulb a s it com e s off th e 
if it wo rks, but we s p ot-ch e ck 
just to g e t a typical sampl e . " 
---
6. "We didn't ask everyone in the school how th e y f e lt 
about the shorter lunch period, but we asked two kid s 
in the hall, and they' re probably typical." _ _ _ 
7. "Whenever I see Elinor, I ask her what she thinks of 
Joe, and she gets real embarrassed. Boy, does she 
have a crush on me!" 
---
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8. "I ' ve been·reading that one child out of every 
five that's born in the world is Chinese . I 
9 • 
have three brothers and so I figure that the next 
bab y in our family wi l l probably look pretty 
Orie ntal." __ _ 
"The part is always greater than th e whol e. " ___ _ 
• 
80 
WORKSHEET 
Discussion Plan #2 Rules and Freedom (Manuel, Chapter 9, P. 13) 
Your entire class is told that it has been chosen to go 
on a plane trip halfway around the world to India. Your 
plane has engine trouble over the Pacific and makes a 
forced landing on a deserted tropical island. The plane 
crashes and your whole class survives unharmed, but you 
ar e the only su r vivors. You now have to decide how y ou 
are going to live on the island. 
ANSWER EACH QUESTION. 
1. Do y ou think you can live without rules? 
2. If rules are needed, who will mak e th e m? 
3. If rule-makers ar c l o be selected, according to what 
r ules will th ey be cho se n? 
4. Will you have a class meeting to decide about r ules 
a nd the rule-makers? If so, wh a t will b e the rules 
of the meeting? 
5. Bef o re you decide on rules of c onduct for e v e ryo ne , 
don't y ou need to d e cide on rules of procedure? What 
are rules of procedure? 
6 . Why is it that right after th e American Revolution, 
it was n ecess ary to hold a Constitution a l Convention? 
7 • Would you do the sam e thing on your island? 
agree upon a constitution? 
First 
8 . Would all your laws have to agree with your constitution? 
9 . What rights would be guarant ee d to e ach of y ou by yo ur 
con s titution? 
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WORKSHEET 
Exercise of Truth (Manuel) 
READ THE FOLLOWING SENTENCES AND THEN ASK YOURSELF : 
If a sentence has always been TRUE, a nd MUST BE TRUE, 
mark it A. 
If a sentence has always been TRUE s o far, as far as 
you know, b ut just might possibly be false so me da y , 
mark it B. 
If a sentence is usually TRUE, but NOT always, ma rk it C. 
If a se ntenc e is hardly ever TRUE, mark it D. 
If a sentence is NEVER, NEVER TRUE, mark it E. 
********************#************************************ 
1. No squares ar e circles. 
----
2 . F irem e n are brave. 
---
3 . Apples are vegetables. __ _ 
4. The sun always rises. __ _ 
5. Summers in New Jersey are warm. __ _ 
6. All bridges are made of metal. __ _ 
7. Cats love milk. 
---
8. Bricks are made of dried mud. __ _ 
9. Fire burns paper. ___ _ 
10. Two p lus one equals eight. ___ _ 
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11. A window can be open and shut at the same time. 
---
12. A person can be in a room, and also be s om e wh e r e 
e lse at the same time . 
---
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WORKSHEET 
Fools of Chelm: Feitl's Reign 
READ EACH OF THE STATEMENTS AND EXPLAIN IF IT IS CONSIS-
TENT. IF IT IS NOT, EXPLAIN WHY IT ISN'T CONSISTENT. 
1. Stealing is no longer a crime, except if one steals 
from a thief. 
2. Th~ citizens of Chelm are to pay three quarters of 
their income to taxes. In addition, every Thursday, 
the women of Chelm will present to the government 
two pieces of gefilte fish, a plate of carrot stew, 
three slices of hallah (bread) and a Sabbath pudding. 
3. War is again declared on Gorshkov and Mazelborsht. 
Chelm will avenge itself for the def e at suffer e d 
a t the hands of coachmen and butchers. 
4. All knives, axes, meat cleavers, forks, as well as 
pe nknives and hairpins are confiscated for the use 
of the army. 
s. All men between the ages of eleven and eighty are 
to train half a day every day in preparation for the 
c orning battle. 
6. Chelrn is again d e clared an empire that will eve ntually 
take in all the territory between the river San and 
the river Bug. 
7. All foreigners, when meeting a native of Ch elm, are 
to bow seven times, exclaiming "Long live Feitel!" . 
8. If a Chelmite hits a foreigner and knocks out one 
of his teeth, the foreigner is to pay his attack e r 
the amount of money he would have had to pay to the 
dentist to have the tooth extracted. 
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9. The old holidays are abolished. The anniversary of 
the day Feitel picked his first lock is henceforth 
declared a national holiday! Additional holidays 
are the anniversaries of the days on which Feitel 
cracked his first safe and made his first holdup. 
There is to be no more Sabbath. 
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